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effective educat;ion. Success in promoting change toward 
improvc^men t begins witii the human elements in the 
educational program: the teachers and the learners, and
through them the teaching and the learning. Improvement 
of education is best actualized through the improvement 
of teaching and the oniy way to impi’ove teacliing is to 
change teaching behaviour. However, as stated by 
Goldhammer, Anderson and Krajewski (1980:67)
’Improvement is not a task of short duration, nor is it 
meant to be.”
STATEMENT OF THE TOPIC
Educational programs need to have systematic 
procedures implemented in order to genercite change and 
improvement continually in accordance with the changing 
needs and demands of the community specifically and the 
whole world in general. The teacher’s in-class 
performance is the major target of impi*ovement 
procedures in an educational system, and instructional 
supervision is a process which aims to change the 
teacher’s behaviour by providing support and assistance. 
Basically it can be described as ’’the improvement of 
classroom teaching” (Fleming, 1987:1).
Instructional supervision has been described and 
applied in various forms and served different purposes 
in educational programs in the last decade. However, 
implementing one or another form of ins truct.ioniil
supervision in an educational program is not an easy 
task I and needs careful planning based on clear 
statements of objectives and procedures, specifications 
of program status and operations, and findings from 
comprehensive needs assessments. Success in the 
implementation of instructional supervision depends 
essentially on the selection of an appropriate model. 
The model should recognize the ’’uniqueness” of each and 
every program concerning the individual differences 
among the teachers/students, the social and physical 
environment, the allotted time, the organizational and 
operational criteria, the context and the objectives.
This study consists of a survey of literature on 
the definitions and current practices of instructional 
supervision, together with a status study and needs 
assessment of the teachers in the Bilkent University 
School of English Language (BUSEL) which provided a 
basis for developing a model of instructional 
supervision appropriate for this specific program.
STATEMENT OF THE PURPOSE
All English as a Foreign Language (EEL) teachers, 
regardless of being native or non-native speakers of 
English, can benefit from instructional supervision to 
improve theii* instructional planning, their teaching 
performance and their means of assessing student 
learning. Florez-Tighe (1985:1,2) qualifies the
as
’’unquestionable” and further states that whe^ n properly 
implemented instructi onal supervision can faci]itäte 
staff development, improve the instructional program and 
stimulate effeciive curricu]urn development.
The purpose of this study is to describe a model 
of instructiona] supervision which can be used to 
improve leaching/1 earning at BUSEL. The model aims at 
eliminating the negative feelings built-up against any 
form of observation among teachers and establishing a 
positive? attitude toward observation which is carried 
out for supervisory purposes and by generating an 
atmosphere of trust in the process. The model is 
designed to encourage sharing of ideas and deve?lop 
supportive interaction among the teachers and between 
the teachers and the administrators.
importance of instructional supervision
STATEMENT OF THE METHOD
In order to carry out the research component of 
this study, the literature review was followed by a 
questionnaire administered to the teachers at BUSEL and 
interview's with the administrators and a sample group of 
teachers.
The review of available literature on 
instructional supervision focuses on the definitions of 
the term supervision and description's of some current 
models of instructional supervision.
The research is based on a questionnaire (see 
Appendix 2 ) which was given to 78 of the 99 teachers at 
BUSEL in order to find out their opinions about 
observation and supervision and also their expectations 
from a supervisory process. The questionnaire was 
followed by interviews of a sample group of teachers in 
order to elicit a definition of a ’’trained supervisor” 
because 80 percent of the teachers who answered the 
questionnaire wanted to work with a trained supervisor. 
This necessitated further inquiry of the concept, so 
that this study can provide a definition of an effective 
supervisor congruent w^ ith the expectations of the 
teachers. Interviews were also conducted with the 
administrators for the description of the current 
practices of supervision and the attitudes of the 
administrators towards the process.
The model for supervision, as presented in this 
study (see Chapter 4 ), has grown out of a study of 
various models of instructional supervision and the 
analysis of data gathered from the questionnaire and 
interviews. The input of the administrative staff 
presently practicing instructional supervision as a 
means of evaluation of the teachers’ classroom 
performances and support in the BUSEL program was also 
valuable for the development of the model.
STATEMENT OF LIMITATIONS
The sample size of this study is limited to the 
EFL teachers and administators at BUSEL only. The 
conclusions derived from the literature review and the 
data analysis of this study are based upon the current 
situation, which is subject to change.
The data for this study were collected at a 
specific time and only from the teachers and 
administrators presently employed at BUSEL. However, 
these people may be considered to be a sample group 
representative of all teachers and administrators in EFL 
in Turkey who hold similar perceptions and have the 
same considerations about the improvement of
teaching/learning in their institutes. Thus, the model 
derived from the research can generate and enhance 
positive attitudes towards the implementation of such 
supervision processes.
STATEMENT OF ORGANIZATION
The first chapter of the study consists of an 
introduction to the study followed by identification of 
the topic, purpose, method, organization and 
limitations.
In the second chapter, professional literature on 
instructional supervision is reviewed and consequently 
some definitions of supervision are stated. Some current
models of instructional supervision are briefly 
described.
The presentation and analysi 
collected through the questionnaire ar 
and a brief explanation of the program, 
operations at BUSEL are the content 
chapter.
Tn cliapter four, a suggested model 
instructional supervision derived from the revi( 
literature and the analysis of the research fine 
and the recommendations for the implementation of the 
model for supervision are presented.
Chapter five is the summary, conclusions, and 
discussion of the predictable difficulties and drawbacks 
that may arise during the implementation of the model.
of the data
the interviews
rganization and
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CHAPTER 2
REVIEW OF RELATED PROFESSIONAL LITERATURE 
INTRODUCTION
The term supervision and the role of the
supervisor carry different meanings for different
people. Supervision has gone through numerous
developmental phases in the history of American
education. Professional educators and recognized
authors in the field of supervision are probing new 
theoretical concepts, new definitions of supervision, 
new options to present practices and new processes ”to 
exercise more dynamic relationships in the instructional 
improvement process” (Burnham, 1976:301). Burnham 
quotes and explains various contemporary
conceptualizations and practices of supervision. One 
of the quotations which is from Harris (1975) states 
that ’Supervision of instruction is what school
personnel do with adults and things to maintain or 
change the school operation in ways that directly 
influence the teaching processes to promote pupil 
learning” (Burnham, 1976:301).
Alfonso, Firth and Neville (Burnham, 1976:303) say 
that ’instructional supervision is behavior officially 
designed by the organization that directly affects 
teacher behavior in such a way as to facilitate pupil 
learning and achieve the goals of the organization.”
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Wiles and Lovell (1975) suggest the model of
collaborative supervision, which involves *’the
cooperation of professional workers in efforts to 
improve the instructional program" (Burnham, 1976:304). 
One other definition of supervision comes from
Nottingham and Dawson (1987) who say that it is a
"formative act" which embodies a series of well planned
steps that emphasize the improvement of "in-class
performance." In this context the object of
supervision is the improvement of instruction through a 
carefully planned and performed cycle of observations 
which intend to develop more independent, self-directed 
teachers who are eager to analyze and evaluate the 
teaching act and make the needed changes for
improvement. Unruh, in his forward to Sergiovanni 
(1975), supports this view by stating that supervision 
"at its best is an art that can release teachers’ 
initiative, responsibility, creativity, internal
commitment, and motivation." He further reports that 
the supervisor’s role is "change-oriented," designed to 
improve instruction and to develop the internal 
commitment and motivation in teachers. Although the
definitions of supervision are similar, the models of
supervision differ from one another with regard to 
procedure and the role of the supervisor.
MODELS OF SUPERVISION AND THE ROLES OF THE SUPERVISOR
Sergiovanni (1975: 1-7) bases the present
supervisory practices on three general supervisory 
theories : ’traditional scienti f ic management, ” ’’human
relations,” and ”neo-sci enti f ic management.”
In ’traditional scientific management” the 
teachers are tools to carry out prescribed duties under 
strict control of management· Although this practice of 
supervision is still present in some schools, it is not 
currently popular.
In ’’human relations” supervision, teachers are 
regarded as ’’whole people” and supervisors try to 
create ”a feeling of satisfaction” by participating with 
them. The rationale being ’’satisfied staff would be 
easier to work with, to lead and to control.”
”Neo-scientific management” which is a reaction 
against human relations supervision emphasizes the 
performance of the teacher in the classroom which the 
previous theories ignore. However, this movement is 
based too much on ’externally imposed authority” and is 
for the most part neglected by teachers.
Sergiovanni (1975) goes on to say that all of the 
three supervision movements disregard the teacher’s 
ability and desire to participate in the decisions made 
in favor of the schools and the educational programs in 
United States.
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According to Gebhard (1984:504) the results of 
surveys conducted in several countries show that many 
teachers and teacher representatives think that the 
roles and functions of supervisors fall into the 
following categories:
-to direct or guide the teacher’s teaching 
-to offer suggestions on the best way to teach 
-to model teaching 
-to advise teachers
-to evaluate the teacher’s teaching
Gebhard (1984) also classifies five models of 
supervision: directive, alternative, collaborative, non­
directive and creative. He then defines the role of the 
supervisor in these models as follows:
Directive : to direct or guide the teacher, to model
teaching and to evaluate the teacher’s performance. 
Alternative : to offer suggestions as alternatives to the
practices of the teacher. The teachers are free to 
make a choice between the alternatives and decide how 
to teach on their own. The alternatives are prescribed 
by the supervisor.
Collaborative: to work with the teacher in arriving at
decisions and to share ideas, not to prescribe ways or 
direct the teacher.
Non-directive: to encourage the teachers to think of
ideas, restate what the teachers have said and make the 
teachers realize the way they teach by repeating their 
own ideas back to them.
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according to different situations and make use of ideas 
from other fields in the supervisory process (1984:501-9) 
Fleming (1987) puts the contemporary models of 
instructional supervision under six categories:
traditional, teacher self-evaluation, clinical, peer, 
mentor teacher master teacher, and performance
objectives approach. He then defines the role of the 
supervisor in each category as follows:
Traditional: the supervisor is an initiator whose role
is authoritarian and judgmental. I’he supervisor monitors 
the teachers’ instructional performance, rarely giving 
new ideas and generally keeping the teachers alert. 
Teacher Self-evaluation: the teachers are the
evaluators of their own performance. They work
independently and privately for their own self-
improvement .
Clinical : the role of the supervisor is one of a
colleague where the supervisor and the teacher work 
together as associates, as equals, toward a common goal 
which is the improvement of student learning through 
the improvement of the teacher’s instruction.
Peer: the supervisor in this model is, as the name
states, a peer of the teacher. Teachers work in pairs 
to observe instruction in one anothers’ classrooms and 
provide feedback in order to come up with new
practices .
Greati ve: to select an appropriate supervisory behavior
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Mentor teacher and Master teacher: this supervision is
based on the assumption that teachers can best learn 
from other teachers. Therefore more experienced 
teachers give assistance to new teachers and those 
other teachers who need support, by demonstrating 
alternative teaching techniques in classroom situations 
and by participating in implementing in-service 
programs.
Performance Objective Approach: In this model, the
supervisor and the teacher work together to set 
objectives, and to meet the teachers’ needs. The teacher 
and the supervisor hold regular meetings to monitor, 
assess and discuss whether objectives are being met. 
The supervisor is responsible for providing a
comfortable atmosphere where the teacher is considered 
an equal participant.
The Association of California School
Administrators provides two major models of
instructional supervision, the first being clinical
supervision and the other cognitive coaching. The i*ole 
of the supervisor in the latter model is to build 
continuous professional improvement of the teacher 
through ’’creating and managing trust, facilitating 
training, and developing teacher autonomy”
(ACSA, 1 987:7 ). ’Cognitive coaching restores intellectual 
stimulation to teaching and supervision. It is 
intended to expand teachers’ repertoires and to enhance
13
evaluation” (Costa, 1986:14).
Lyman (1987:2) emphasises ’trust’ in the 
supervisor’s success. He says that ’’effective
instructional supervision challenges the supervisor to
be able to build trust and encourage collaboration in 
the supervisory process.” He specifies some of the
factors that establish trust in the teacher-supervisor 
relationship as the clarification of the purpose of 
supervision, confidentiality, effectively dealing with
complaints, consistency, honesty and sincerity.
According to Fanselow ( 1988:115) ’’two common aims 
of supervision and observation are to evaluate and to 
help.” He states that the supervising person is an 
experienced teacher who uses any of the supervision 
models in order to help or evaluate a less experienced 
teacher. However, he goes on to say that the idea of 
help can be offensive for some of the teachers; that is 
why the aim of supervision should be ”self-exploration” 
rather than help or evaluation. He says: ’’observing
others or ourselves to see teaching differently is not 
the same as being told what to do by others. Observing 
to explore is a process, observing to help or to 
evaluate is providing a product.”
For teachers to start looking at their own 
teaching differently through observing others, Fanselow 
(1988:116) considers the following practices useful:
their capacity for self-supervision and self-
14
1- Short amounts of time have to be set aside for 
observation and discussion,
2- Segments from observed lessons need to be 
collected by note-taking, taping or transcribing,
3- The exchanges and activities in the segments 
need to be grouped in a range of ways,
4- Finally, what was done, as reflected in 
notes, tapes, and transcripts needs to be 
related to notions, beliefs and goals.
Fanselow (1988) says that observing others and 
ourselves means that we believe that a certain practice 
is superior to another. In other words; we know what 
should be done in different situations and what results 
a certain practice produces.
According to Florez (1985), who has studied 
supervision in the ESL (English as a Second Language) 
situation, the major goal of the supervisor is to 
provide in-class support to classroom teachers, 
functioning basically as a resource leader. The
supervisor, she states, must build a helping 
relationship with the teacher to ascertain effective 
supervision and accomplish instructional change. She 
also gives the major competencies desired in a 
supervisor working in ESL. Some of these which are 
applicable to ESL are to:
1- demonstrate an awareness of different 
linguistic and cultural classroom settings,
2- demonstrate knowledge of EFL methodology,
classroom management techniques and materials
development,
3-demonstrate skill in designing and
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implementing instructional strategies to develop the 
students’ listening, reading and writing skills in EFL,
4- develop a well organized in-service 
education program relative to the needs of EFL teachers,
5- assist teachers and administrators in 
diagnosing needs of the students, and interpreting 
assessment instruments,
6- encourage school administration and the 
teachers in identifying and solving instructional 
problems,
7- foster interaction among native and non­
native teachers on specific instructional strategies, 
demonstration teaching, content and materials,
8- encourage and instill positive social 
relations through effective circulation of information
(Florez, 1985:6-7) .
Cogan ( 197 3) points
trying to develop new cl
need the continuing in­
trained colleagues in ord
such specialized help, th
experience in attempting
behavior wi11 inevitably
fami 1iar and "safer” modes
”In-class support” is the key word used by Cogan 
(1973:5) in order to help teachers change their teaching 
behaviour for the improvement of instruction. He raises
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the concept of "clinical supervision" in the hope that 
it can provide help for the new and experienced teachers 
to try new teaching techniques and abondon the safe and 
comfortable ways of teaching they know very well· Cogan 
further states that the word "clinical" was chosen 
because of emphasis given to "classroom observation, 
analysis of in-class events, and the focus on teachers’ 
and students’ in-class behaviour" in this supervisory 
process.
Cogan (1973:9) makes a distinction between general 
and clinical supervision. General supervision 
implies "the activities like writing and revision of 
curriculum, the preparation of units and materials of 
instruction,the development of process and instruments 
for reporting to parents,and such broad concerns for the 
evaluation of the total educational program." Whereas 
clinical supervision emphasises "the improvement of the 
teachers’ classroom instruction... The principal data of 
clinical instruction include records of classroom 
events." Cogan further defines clinical supervision as 
"the rationale and practice designed to improve the 
teachers’ classroom performance." The procedures and 
strategies are designed "to improve the students’ 
learning by improving the teachers’ classroom 
behaviour." In other words; Cogan (1973:10) claims that 
clinical supervision is "a set of empirically developed 
practices centering around classroom teaching/learning."
The review of professional literature reveals that
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clinical supervision has been favoured more than the 
other models of instructional supervision by scholars in 
the field. The model of clinical supervision was 
developed by Cogan, Goldhammer and others at the 
Harvard School of Education in the 1960’s (Acheson and 
Gall, 1980),
Clinical supervision consists of a cycle with 
three phases (see Figure 1), During the first phase the 
supervisor holds a conference with the teacher in order 
to find out the concerns, needs and aspirations of the 
teacher, to arrange an observation time, and to discuss 
the techniques and instruments to be used during the 
A cooperative decision is made by theobservation
supervisor
supervision
and the teacher about the direction of
Figure 1: The three phases of the Clinical Supervision 
Cycle
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During the phase after the observation, the 
teacher and the supervisor review the observational data 
together and the teacher is encouraged to make 
inferences about teaching effectiveness. The feedback 
conference, at its final stage, turns into a planning 
conference when, as a result of their review and analysis 
of the observational data, the teacher and the
supervisor cooperatively plan an improvement program 
(Acheson and Gall, 1980).
The major concern of clinical supervision is to 
change the classroom behaviour of the teachers in order 
to enhance effective teaching. Hence, classroom
observation is an important issue in clinical 
supervision. In order to avoid biased, distorted, 
inappropriate data collection during observation, 
various techniques and recording devices can be used to 
ensure objectivity to a great extent. Acheson and Gall 
(1980:88) point out the importance of recorded data by 
stating
What teachers and students say to one another 
has a major effect on the learning process. 
Therefore, an important skill in teacher 
supervision is the ability to listen and record 
what is being said during classroom visitation.
The following data collection/recording techniques 
and instruments are suggested by Acheson and Gall (1980) 
as easy to understand and easy to use after a little
19
practice:
Selective Verbatim: the actual words uttered by the
students or the teacher are written down by the 
observer.
Verbal Flow: the flow and frequency of the utterances of
the teacher and the students are marked on a seating 
chart *
Movement Patterns: the teacher’s and the students’
physical movement around the class are shown on a 
seating chart.
At Task: comments about the students who appear to be
attending to the task the teacher has set are coded 
on a chart periodically.
Checklists: these are highly structured instruments
w^ hich can be prepared to be administered to the
students, filled out by the observers or the teachers. 
Different checklists are available for observing specific 
teaching strategies or more general teacher styles and 
teacher images.
Flanders’ Interaction Analysis: the verbal interaction
that occurs between the teacher and students are coded 
on a timeline with categories that characterize the 
teaching style used by the teacher, such as: ’’lecture,”
’criticism,” and ’directions.”
Anecdotal Records: whatever is happening in the
classroom is briefly recorded. However, these notes are 
taken from the view and perception of the observer and 
may have a judgemental character rather than objective.
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Video and Audio Recordings: The use of video and audio 
tapes for observation is probably the most objective 
technique. They have a wider focus and allow the 
teachers to see and/or hear themselves as the students 
do .
In spite of all the advantages of observational 
techniques, Popham (1988:277) points out a drawback when 
he states
One difficulty with observational techniques is 
that they rely heavily on intrinsic criteria, 
that is the processes that the teacher employs, 
in contrast to extrinsic criteria, that is the 
result that the teacher produces in learners. 
In addition, classroom observations are incredibly 
reactive: by their very nature they usually distort
the teacher’s performance.
In sum, the change in teaching behaviour in order 
to better classroom instruction and to improve learning 
basically depends on the analysis of classroom teaching 
and it w^ ill be impossible to analyze teaching accurately 
without observation. The absence of tangible, 
observational data will inevitably result in biased and 
judgemental outcomes which will only bring hostility and 
resistance to the process. It is essential for the 
supervisor to work with reliable, accurate,
understandable data to generate positive attitudes from 
the teachers and to foster cooperation.
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The cycle is based on the interaction of the supervisor 
with the faculty and the individual teachers. The core 
of the cycle is the feedback from ”self-evaluation, 
self-supervision, peer and student observation, 
evaluation, and principal/supervisor observation and 
evaluation" (De Roche, 1981:118-9).
According to Fleming (1987:2) "An underlying 
belief of most supervisory programs is that 
observation/feedback procedures can help to improve 
teacher performance, increase a spirit of 
professionalism, and raise levels of job satisfaction." 
The argument is that productive and satisfied teachers 
perform better in the classroom, are more highly 
motivated, will be less likely to be absent, and tend to 
identify more strongly with the improvement goals of the 
school.
Fleming (1987:2-3) categorizes the assumptions 
about the nature and outcomes of the accepted models of 
teacher supervision as follows:
1. "Effective supervision is based on a belief 
that effective teaching behaviors can be defined." An 
effective supervisor can explain and model, where 
necessary, the agreeable teacher behaviors.
2. "Effective supervision is based on observing 
and analyzing classroom teaching behaviors." It is 
important that the supervisors collect accurate and 
objective data in a variety of ways during carefully
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planned observations.
3. ’Effective supervision requires skillful 
conferencing about practice. Most teachers feel uneasy 
about classroom observations.” An objective and non- 
judgemental feedback where the teachers are encouraged 
to participate in the analysis and identification of 
strategies for improvement can increase teachers’ 
confidence and trust in the process.
4. ’Effective supervision can attend to 
curriculum issues too.” Supervisors can ensure that 
the objectives of the curriculum are met through the 
learning activities.
5. ’Effective supervision requires skillful 
communication.” Effective verbal and aural interaction 
enables the supervisor to identify the needs and the 
interests of and to share knowledge with the teachers.
6. ’’Effective supervision demands flexibility and 
initiative.” Supervisors should be able to respond to 
different people and situations with appropriate style 
and suggestions for improvement.
7. ’’Effective supervision represents an investment 
in others.” Supervisors should be sensitive to the 
motivation and career needs of the teachers and induce 
teacher participation in in-service training programs 
based on the necessities derived from the supervisory 
conferences.
Fleming ( 1987:1,2) lists ’’the persistent dilemmas
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in implementing insti'uctional supervision programs” as:
l-”Distinguishing between supervision and 
evaluation.” Supervision should avoid being judgemental 
like evaluation in order to create confidential, 
supportive and sharing relationships with the teachers, 
which are essential to distinguish supervision from 
evaluation. The latter has different objectives
incongruent with the former.
2“”Selecting a model of instructional
supervision.” The model of supervision should be 
realistically in accordance with the conditions of the 
educational system. The impact of change on a system 
should not be greater than what the system can undergo.
3- ”Agreeing on a common framework.” In order to 
improve instruction a framework for effective classroom 
instruction is essential. The criteria for the 
instructional supervision to base its objectives are 
needed.
4- ”Planning strategically for implementation.” The
model of instructional supervision, curriculum
development, teacher evaluation and staff development 
should be considered in relation with each other.
In order to implement a supervisory program in a 
school, De Roche (1981) advises that the initial and the 
most essential step should be to hold a faculty meeting 
before the implementation of the program, where the 
objectives and procedures of the supervisory process
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can be discussed thoroughly and the supervisor can 
meet the individual teachers to identify the specific 
needs and suggestions for improving the teacher’s 
performance.
Cogan (1973) also advises that an orientation of 
the teachers and administrators to the process of 
supervision is essential because the benefits of 
instructional supervision cannot be realized fully 
unless the teacher and the administrators gain adequate 
knowledge of its rationale, philosophy, practices and 
techniques.
The survey of the professional literature reveals 
that tremendous effort has been spent towards improving 
the weaknesses of educational i^rograms in general. There 
is a strong conviction in the field that instructional 
supervision could be a step towards success. However, 
the development and implementation of instructional 
supervision processes to meet the needs of different 
educational programs are difficult and lengthy tasks. 
Success depends on the allocation of the right amount of 
human, physical and financial resources in the right 
amount of time.
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CHAPTER 3
METHODOLOGY, PRESENTATION AND ANALYSIS OF DATA 
INTRODUCTION
This chapter describes the methods used in 
conducting the literature survey, data collection and 
analysis. The collected data are presented both in 
written and table forms, followed by analyses and
conclusions.
The first stage of this research study consisted 
of a literature survey in order to define instructional 
supervision and the role of a supervisor and to describe 
current models of instructional supervision. Following 
the first stage was the original research stage, which 
utilized a questionnaire distributed to the teachers 
presently employed at BUSEL, and also interviews with 
the administrators and a sample representation of 
teachers who answered the questionnaire. The research 
component of this thesis was carried out with the 
purpose of developing an instructional supervision model 
congruent with the goals and organization of BUSEL. The 
analysis of the data gathered through the questionnaire 
and the interviews and synthesized with the literature 
review formed the basis of this model which is presented 
in Chapter 4.
The questionnaire was designed with the purpose of
27
finding out the opinions and attitudes of the BUSEL 
teachers toward supervision. Interviews were conducted 
with the administrators to find out the current practice 
of supervision; additional interviews with a sample 
group of teachers led to the definition of a trained 
supervisor according to the teachers. Interviews with 
the teachers validated the research findings of the 
questionnaire.
METHODOLOGY
Prior to the administration of the questionaire at 
BUSEL, a letter (see Appendix 1 ) was sent to the 
Director of the program requesting permission to 
distribute the data collection instrument at BUSEL.
The questionnaire which is the basis of the 
research was distributed to 78 of the 99 teachers at 
BUSEL. Since it was perceived to be impractical and time 
consuming to contact the teachers individually at 
different times, the questionnaire was distributed to 
the teachers who were gathered in the meeting room after 
a presentation on "effective teaching." The teachers 
were asked to answer the questionnaire there, to be 
submitted immediately.
The questionnaire consisted of seven questions, 
four multiple choice and three open-ended (see Appendix 
2). The frequency rates of the responses to items of the 
multiple choice questions are presented in tables. The
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responses to the open-ended questions have been analysed 
for content and they have been grouped under categories 
which became obvious as the responses were tallied.
The first question on the questionnaire was 
designed to find the exi:>erience levels of the teachers, 
to be able to classify them into three categories: 
teachers with 0-2 years of experience, teachers with 3-5 
years of experience, and teachers with 6 or more years 
of experience. The rationale behind categorizing the 
teachers as such was to see whether experience had any 
effect on the opinions and feelings of the teachers 
toward supervision. Throughout this thesis the teachei^s 
with 0-2 years of experience are referred to as ’’first 
group teachers,” the teachers with 3-5 years of 
experience are referred to as ’’second group teachers,” 
and the teachers with 6 or more years of experience are 
referred to as ’’third group teachers.”
The second question was designed to find out the 
most preferred means of teacher development among the 
teachers and the desired frequency rate of supervision 
in the teachers’ preferences.
The third question has three parts: the first part 
asks whether the teacher has ever been observed; if so, 
the second part asks the purpose of the observation, and 
the third part asks the teacher’s reaction towards being 
observed. The rationale for this question was to find 
out whether there was a relation between the purpose of 
the observation and the reaction of the teacher toward
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being observed.
The fourth question was written to identify the 
teachers’ biases toward supervision by asking the 
problems foreseen in the case of implementing 
supervision in the present program.
The fifth question was designed to find out the 
kind of supervision the teachers prefer to work with and 
the sixth question was designed to identify the 
expectations the teachers had of a supervisor.
The seventh question asks what kind of training 
Xerograms the teachers think they can benefit from in 
order to improve teaching/]earning. This question was 
designed to see whether the teachers had innovative 
ideas to improve teaching/learning other than the means 
listed as options in question 2.
The first interview was held with the manager who 
\vas responsible for the academic affairs. The topic of 
this interview which was held in the manager’s office 
was the organization of BUSEL, the objectives and 
procedures of observations and the approach of the 
manager towards instructional supervision.
The second interview^ was conducted with the 
assistant manager who was responsible for teacher- 
training and carrying out observations with the purpose 
of supervision. She was asked to explain the objectives 
and procedures of the supervision process which is in 
.use and also the reactions of the teachers towards the
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In analyzing the data, the responses to multiple 
choice questions were checked for frequency and 
presented in both written and table forms. The responses 
to open ended-ques t i ons were tallied ¿ind grouped 
ac:cording to content. Anecdotal reporting technique was 
used for the interviews, the content.s of which were 
compared and contrasted with the other findings.
T H E  P R E S E N T A T I O N  O F  D A T A  C O L L E C T E D  F R O M  T H E  Q U E S T I O N N A I R E
The responses to the^  multiple choice questions are 
first presented in written and table forms; then the 
responses to the open-endeid questions which were sorted 
according to content are presented. Finally, the 
anecdotal report of the interviews follows these 
presentations.
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MULTIPLE CHOICE QUESTIONS
The information in Table 1 suggests that the 
teachers regardless of their experience level found 
workshops the most beneficial means of teacher 
development. On the other hand, 12% of the third group 
teachers preferred seminars while 29.4% of the second 
group teachers and 25% of the first group teachers 
thought seminars were the most beneficial. Faculty 
meetings were chosen only by 2.9% of the second group 
teachers. While 47% of the same group thought peer 
observation were beneficial, 24% of the first group and 
only 16% of the third group found peer observation 
useful.
TABLE 1; PERCENTAGE OP TEACHERS' PREFERENCES TOWARDS BENEFICIAL MEANS 
OF TEACHER DEVELOPMENT
TEACHER
DEVELOPMENT
MEANS
0-2 YEARS OF 
EXPERIENCE 
(20 PERSONS)
3-5 YEARS OF 
EXPERIENCE 
(34 PERSONS)
6 OR MORE YEARS 
OF EXPERIENCE 
(24 PERSONS)
SEMINARS 25.0 29.4 12.0
WORKSHOPS 60.0 64.7 72.0
FACULTY MEETINGS — 2.9 —
PEER OBSERVATIONS 24.0 47.0 16.0
SUPERVISION 15.0 35.2 —
OTHER 24.0 — 16.0
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That 15% of the first group and 35.2% of the 
second group) chose supervision as a beneficial means of 
teaclier development, and that none of the third group 
teacliers marked this item on the questionnaire ai’e also 
observable from Taljle 1.
It is obvious from Tattle 2 that all the teachers 
who responded to tlie questionnaires, exc-ept 4.3% of them 
I'lad besen obs curved. As to the purposes of t.hese 
observations, 35% of the first group, 73.5% of the 
second group) and 56% of the third group teachers 
reported evaluation, and 55% of the fii-st group, 32.3% 
of tlie second group and 45% of the third group teachers 
rep‘)orted supervision .
TABLE 2: PERCENTAGE OF TEACHERS WHO HAVE EXPERIENCED SUPERVISION
PURPOSE OF OBSERVATION
YEARS OF 
EXPERIENCE
TEACHERS WHO 
HAVE BEEN 
OBSERVED
EVALUATION VISITING
TEACHER
SUPERVISION OTHER
0-2
(20 PERSONS)
85.0 35.0 10.0 55.0 17.0
3-5(34 PERSONS) 97.1 73.5 14.7 32.3 2.9
6 OR HORE 
(24 PERSONS)
100.0 56.0 30.0 45.0 8.0
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A]though 45% of the third group teachers had been 
observed for supervision, none of them marked 
supervision as a beneficiai means of teiacher deveiopment 
in the second question. This leads to a new question: 
What kind of experiences have these t.eachers undergone 
during supervision that cause them to reject the idea of 
supervision as a means of teacher development?
Un f o 1* tu 1)ate 1 y the time and s c: o]je o f 1.11 i s thes i s cio no t
allow for further research of this criteria. At this
point, the rese^ arch study is limited to the answers 
given by the teachers to the fourth question which was 
designed to find the problems teachers foresee in the 
implementation of supervision. The analysis of these
answers gives an insight as to the reaction of these
teachers towards supervi s i on.
Table 3 indicates that the most frequent reaction 
of the teachers to being observed was nervousnc^ss . Of 
the respondents, 41% of the first group, 61.7% of the 
second group and 44% of the third group teachers 
reported that their reaction to the observation they 
experienced was nervousness. The second most frequently 
reported reaction was insecurity by 21%, 14.7%, and 12%
of the first, second, and third group respondents. 
Indifference was reported by 16%, 11.7%, 12%, and
intimidation by 16%, 8.8%, and 12% of the same group of
respondents respectively. Frustration was reported by 6% 
of the first and 8.8% of the second group teachers only.
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Table 3 also shows that the experience level of 
the teachers did not effect their feelings towards being 
observed except that more of the first group teachers 
fel t insecure^ about ol;servation .
TABLE 3: PERCENTAGE OF THE REACTIONS OF THE RESPONDENTS TOWARDSOBSERVATION
REACTIONS
0-2 YEARS OF 
EXPERIENCE 
(20 PERSON)
3-5 YEARS OF 
EXPERIENCE 
(34 PERSON)
6 OR MORE YEARS 
OF EXPERIENCE 
(24 PERSON)
INSECURITY 21.0 14.7 12.0
FRUSTRATION 6.0 8.8 —
INTIMIDATION 16.0 8.8 12.0
INDIFFERENCE 16.0 11.7 12.0
NERVOUSNESS 41.0 61.7 44.0
OTHER — 17.6 12.0
Table 4 indicates that. the most prefei'able 
supervisor among all three groups of teachers was a 
trained one. Another teacher was preferred secondly by 
20% of the first group, 29% of the second group and 16% 
of the third group teachers. Only 5% of tlie first group, 
2.9% of the second group and 8% of the third group 
teacliers preferred an administrator.
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TABLE 4: PERCENTAGE OF THE KIND OF SUPERVISOR TEACHERS WOULD LIKE TO
WORK WITH
KIND OF 
SUPERVISOR
0-2 YEARS OF 
EXPERIENCE 
(20 PERSONS)
3-5 YEARS OF 
EXPERIENCE 
(34 PERSONS)
6 OR MORE YEARS 
OF EXPERIENCE 
(24 PERSONS)
ANOTHER TEACHER 20.0 29.0 16.0
TRAINED SUPERVISOR 80.0 85.0 80.0
AN ADMINISTRATOR 5.0 2.9 8.0
OTHER 10.0 2.9 8.0
OPEN-ENDED QUESTIONS
The problems foreseen the teachers ij[i the
imp] ementation of superv i s j on in thei r present pr pro чип : 
The most frequent problem listed by the 20 first 
group teachers was:
1. Nervousness and anxiety of the teachers
obstructing the true performance of the teacher during 
observation
The most frequent problems repoi''ted by the 34 
second group teachers included the foliowing:
1. The purpose of supervision not being clear and 
teachers’ fear of being criticized and evaluated
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2· Observation time and frequency being 
inade^quate, not giving a real picture of the class and 
thus making the teachers uncertain
3. An administrator as supervisor, or an untrained 
and unobjective supervisor
The 24 tliird group of teachers considered the 
following as major problems:
1. Observation being an artificial situation which 
causes insecurity and does not refiect true pei-formance 
of the teacher.
2. Untrained supervisor
The kind of help teachers would like to ge_t from a 
supervisor:
The kinds of help desired by most of the first 
group teachers were:
1. To share ideas in order to see weaknesses in 
teaching pe^rformance and to improve teaching
2. To give different ideas on teaching, 
constructive criticism and frank opinion about the 
teacher’s performance
The majority of second group teachers reported the 
following kinds of help:
1. To indicate weak and strong points of 
instruction, observing the teaclier’s as well as the 
student’s work in the class.
2. Giving help and guidance on metliodology on 
materials, resources and teaching techniques and
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suggestions on class management in order to make 
teaching more effective.
3. Discussions, sharing ideas, constructive 
criticism and feedback
The kinds of help most of the tliird group would 
like were the following:
1. Positive? and constructive criticism and feedback
2. Both positive and negative criticisn) to show 
strong and weak points of instruction
3. Giving new ideas an(i hints on specific and 
detailed teaching techniques and advice on new methodology
Kinds of in-servj ce programs teachers would like
implemented:
The kinds of in-service programs the first group 
teachers mainly preferred were the following:
1. Woi'kshops and seminars to meet the various 
needs of teachers at different levels
2. Observing the class of a more experienced 
teacher
3. Supervision by a trained supervisor
The in-service programs wanted by most of the 
second group teachers were:
1. Workshops and seminars where the teachers can 
share ideas and become informed and updated on 
methodology, materials, techniques and resources
2. Supervision by a trained supervisor to meet 
the teacher’s needs without carrying adm i n i s t i/a t i ve
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purposes
3. Peer observation
The third group of teachers mainly preferred the 
following programs :
1. Workshops and seminars with various purposes
2. Peer observations
PRESENTATION OF DATA COLLECTED DURING THE INTERVIEWS
INTERVIEW WITH THE MANAGER:
As a result of the interview with the manager a 
general description of the BUSEL program and the current 
practice of supervision were determined. At the time of 
the interview, there was a director at BUSEL who was 
responsible for administrative affairs and a manager who 
was in charge of the academic affairs. There were two 
assistant managers, one being responsible for curriculum 
development and the other for teacher training. The 
director kept in touch with the teachers by conducting 
interviews individually with each of them. The purpose 
of these interviews was to find out their attitudes 
towards the program, tlieir perceptions about the weak 
and strong points of the organization and their needs 
and suggestions. All three of the managers were 
observing and interviewing the teachers regularly for 
different purposes. The manager observed the teachers in 
order to evaluate their performances and kept the
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results of the evaluation in the teacliers ’ files to be 
used for decisions regarding tenui*e. The assistant 
manager who was responsible for curriculum development 
observed the classes in order to follow^  the progress of 
the curriculum. The assistant manager who was
responsible for teacher training observed the teachers 
for supervisory purposes of the improvement of
teaching/]earning.
INTERVIEW WITH THE TEACHER TRAINER:
The teacher trainer started conducting the
observations after giving a seminar to the teachers on 
the purposes and procedures of the supervision process 
they were going to implement. The supervisor (who was
the assistant manager responsible for teacher training) 
first gave an appointment to the teacher for a pre- 
conference to set a date for the observation and to find 
out the specific concerns of the teacher about the 
students or the syllabus, if there were any. While the 
supervisor was observing a class, she did not use 
objective data collection techniques, but took notes on 
the weak and strong points of instruction. The criteria 
she followed were norms of effective instruction, which 
w^ ere based on her owui teaching experiences and 
educational background. After the observation the 
supervisor met with the teacher again for a feedback 
conference. During this session, she pointed out the
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INTERVIEW WITH THE TEACHERS:
The study of the responses to the ques 1.1 onna 1 re 
a n d t: h e i. n 1. e i.' i c w s w i 111 t, 11 e, a d m i. i"i i s t r a t o r's n e c e s s i t a t e d 
the inquiry of the concept of a ’’trciined supervisor.” 
Since the teachers reported a trained supervisor as the> 
most preferable to work with, then what are the 
qualifications they are looking for in such a person? 
What kind of a relationship would the teachers like to 
have wd. th the supe^rvisor?
The data gathered through the interviews with the 
teachers made it clear that a person-oriented 
relationship with the supervisor was of primary 
importance for the teachers in a supervisory process. 
The 30 teachers interviewed mentioned personal 
qualifications prior to professional qualifications. The 
personal qualifications reported by these teachers were 
as follows:
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supportiveness
unthreatening manner
open-mindedness
honesty
pati ence
The professional qualifications reported secondary
to the personal ones were the following:
-having necessary academic Ijackground 
-teaching experience
-professiona], attitude and appearance 
-ability to express things clearly 
-giving positive feedback 
-constructive cri ti cism
As Cogan (1973:51) points out
It seems likely that the psychological needs 
of the teacher as a person must in most 
instances be satisfied before he can turn his full 
attention and efforts to the task of professional 
improvement and that reassurances of interpersonal 
security will continue to he needed as teachei:' and 
supervisor join in those tasks.
ANALYSIS OF DATA
ented data makes it poss ible
bout the attitudes of the
ision, their needs and
vement of teaching/learning
and the weaknesses of the current supervisory process.
Nearly all the teachers ¿it BUSEL had been observed 
either with an evaluative or a supervisory purpose. 
Moreover, regardless of the purpose of observation the 
most common reaction reported by the teachers towards 
being observed was ’’nervousness. ” This demonstrates 
the fact that classroom observation is the major problem
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to be solved in the implementation of instructional 
supervision. A problem which requires extra attention 
is how to observe the classes in such a way that data 
which accurately reflect classroom behavior can be 
obtained without unsettling the students and the
teacher,
It is highly possible that this negative reaction 
to observation led to a distrust towards supervision 
because the two were regarded synonymously by most of the 
teachers. Henc6>, the teachers were reluctant to 
understand and experience instructional supervision as 
a process meant to improve teaching/learning while 
involving the teacher in analyzing data from
observation. How then could it be possible to analyse 
the classroom event without observing it? Are the 
teachers’ self-concept and confidence levels so fragile 
that having their teaching observed has destructive 
effects on them?
Most of the teachers also reported that they would 
like to be informed of their weak and strong points by 
the supervisor*. The data indicate that the teachers 
wanted to do their best and desired to improve, yet they 
did not have a realistic view of their strengths and 
weaknesses. This analysis provides another reason for 
having classroom observations for supervisory purposes.
Although workshops and seminars were the most 
preferable means of teacher imi^rovement reported by the
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teachers, they also had a considerable dissatisfaction 
towards the present program. An explanation could be the 
fact that all teachers, regardless of their needs are 
obliged to participate in the workshops and seminars 
arranged by the teacher trainer. If, however, the 
supervisor/teacher trainer were to use the outcomes of 
the supervision of the teachers as criteria to group the 
teachers according to their mutual problems and 
weaknesses, and arrange the workshops and seminars in 
order to meet the needs of different groups of teachers, 
they may have been more beneficial.
CONCLUSION
Is it possible at all then to develop such an 
instructional supervision model which will yield 
cooperation rather than hindrance from the teachers? The 
goal of this research is to reinforce an awareness of 
the need for improving the existing model and suggest 
ways of eliminating the problems by clearly defining the 
roles of the supervisors and providing an improved form 
of supervision for teacher growth and instuctional 
effectiveness congruent with the teachers’ needs. The 
focus of the developed model should be on the teachers, 
teaclier trainers and administrators working 
collaboratively on decision-making related to teaching 
and learning, in the development and implementation of a 
successful teacher training program. Since the
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improvement of teaching/]earning requires changes in 
instructional behaviour, the collaboration of the 
teachers should be the most essential prerequisite of 
any supervisory program. Only the teachers themselves 
can change their behaviours and this can most likely 
happen if they participate in the decision-making 
process. PeopJ.e are more likely to carry out- the 
decisions they have made than the decisions others made 
for them and imposed upon them.
As Me Laughlin and Pfeifer (1988:28) suggest
If instructional improvement is really the 
objective, then you have to ask teachers "What
can we do to set up a system of visitationand observation that would help you most?
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CHAPTER 4
COLLABORATIVE IMPROVEMENT MODEL
INTRODUCTION
In this chai^ ter, an instructional supervision 
model is presented. The model is a result of the 
analysis of the data gathered through research,
synthesized with the research findings. The developmental 
stages of the the model are followed by the
presentation of the model.
DEVELOPMENT OF THE MODEL
In developing an instructional supervision model, 
Taba’s (1962) seven stages to curriculum design have 
been applied. These stages are the following:
1- Diagnosis of needs
2- Formulation of objectives
3- Selection of content
4- Organization of content
5- Selection of learning experience
6- Organization of learning experience
7- Determination of what and how to evaluate
The modification of these stages in order to 
design an instructional supervision model is as follows:
1-Diagnosis of needs of the teachers and the
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institution with respect to the students’ needs
2-Formulation of realistic and achievable 
objectives and purposes for supervision
3- Selection of the appropriate procedures from 
the review of the current models of supervision
4- Organization of the selected procedures into an 
applicable, effective process
5- Definition of the desirable qualifications of 
the supervisors and their roles and responsibilities
6- Organization of the roles and functions of t?ie 
supervisors within the existing system
7- Determination of wdiat and how to evaluate the 
effectiveness of the implemented model
l-Diagnosis of needs of the teachers and the institution 
w^ ith respect to the students ’ needs :
The purpose of collecting data through 
the questionnaire and interviews is to determine the 
needs of the teachers as well as the school. The 
analysis of the data reveals the need for systematized, 
functioning teacher training programs, namely
supervision, workshops and seminars. Moreover, a
collaborative effort on the part of the teachers is 
crucial for the functioning of such training programs to 
improve teaching effectiveness and learning.
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2-FormuIation of reali stic and achievable objectives 
and purposes for supervision :
Bearing in mind the needs of the teachers and the 
school the objectives of the instructional supervis ion 
can be listed as follows:
a-To improve learner achievement wit?i respect to 
the goals and objectives of the curriculum, 
b-To help teachers become autonomous in
recognizing their own needs and finding ways of 
improving them,
c-To build up a community spirit in the teachers 
by working together, sharing ideas and
experiences, providing support and assistance, 
d-To keep teachers informed and updated tlirough 
seminars, workshops and group discussions, 
e-To give teachers regular feedback on their class 
performance through accurately kept observation 
reports,
f-To organize demonstrations and model lessons by 
mentor teachers and/or experts to address the 
specific needs of the teachers and students, 
g-To advise teachers on the use of supplementary
materials and extra-curricular classroom activities, 
i-To arrange incentives for cooperative, effective 
teachers,
j-To assess the needs of the teachers and the 
students constantly and suggest alterations in 
the curriculum if and when necessary.
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k-To maintain a trustworthy, confiding and 
consistent relationship with the teachers and 
the admini strators.
3-Selection of the approi:)riate procedures from the 
review of the current mode] s of suy.)ervi sion :
After the objectives and purposes of the 
supervisory process are clearly defined, the next step 
is the selection of the appropriate procedures. The 
analysis of data suggests that the majority of teachers 
found peer observation beneficial for their i mpi''ovemen t. 
All the teachers, however, reported their reaction to 
being observed as ’’nervousness.” In order to reduce the 
anxiety provoked by observations and to make
observations a mutual learning and sharing experience 
for the teachers, peer observations form the basis of 
this model. That is, the teachers actively participate in 
the supervisory process as observers and observées, 
planning and organizing under the guidance and 
assistance of a supervisory office. Tanner and Tanner 
(1987) report that in-service programs where the teachers 
participate are more successful than the ones organized 
without teacher involvement. They further claim that.
Teachers must be given an opportunity to suggest 
what to do, and how to do it, and they must 
decide whether the activity has been effective. 
Supervisors must provide leadership in problem 
identification, and they must see that there are 
resources available and opportunities to work 
together (Tanner and Tanner, 1987:469).
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The teachers’ involvement in the supervision 
process necessitates the organization of seminars before 
the implementation of the model, where teachers are well 
informed about the purposes and the objective data 
collection techniques to be used during observations. 
The supervisory office is then responsik)le for 
appointing and organizing the teachers in turns 
throughout the educational year to observe other 
teachers and collect data which are analyzed 
collaboratively with thc^  obsérvelas and the teachers. The 
supervisors are involved here in identifying the 
problems, giving suggestions if asked for and most 
importantly keeping systematic records of observations 
and teacher conferences to be used for teacher feedback 
and assessment of needs.
4-Organization of the selected procedures into an 
applicable, effective process:
Organization of such a supervisory process depends 
highly on the human resources and the proper allocation 
of time. The most important human resource in this model 
is the teacher. However, Tanner and Tanner (1987:469) 
point out the importance of providing leadership to the 
teachers while giving them the opportunity to make 
decisions in the organization and implementation of 
in-service programs. They say, ’’Neither being left out 
of the planning process, nor left on their own ... 
appeal to teachers sense of professionalism.” The
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leadership and guidance of a suj^ervisory office is as 
important as the participation of the teachers in the 
implementation of the supervision process.
The supervisory office needs to have three 
supervisors who will work with a horizontal 
communication link with the teachers and a vertical one 
with the managers. As suggested in . Cogan’s (1973:68) 
col1eagueship definition,
The teachers and the supervisor work together as 
associates and equals, and they are bound 
together by a common purpose. This purpose is the 
improvement of students’ learning through the 
improvement of the teacher’s instruction and it 
does not diminish the autonomy and independence 
the teacher should have.
Thus, a good professional rapport is crucial for the 
success of the supervisors in organizing and guiding the 
teachers.
Since the model demands that teachers are involved 
in the process actively as observers and decision­
makers, the flexibility of their time-tables to allow 
them to participate in the process in turns should be 
assured by the managers. Teachers should be organized to 
participate in the process in turns throughout the 
educational year, using the allocated time most 
properly. The responsibility of such an organization and 
efficient use of time is the supervisors’, but 
efficiency depends highly on the cooperation of the 
administration.
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5-Definition of the desi rable quali fi cati ons of the 
supervi sors and their roles and responsibilities:
The members of the supervisory office should 
possess the qualifications the teachers expect to find 
in such personnel and they should to be willing to work 
with the teachers in an unthreatening relationship, 
providing utmost satisfaction of their psycho]ogical 
needs as well as professional assistance and support, 
(see pp. 41-2 for the expected qualifications of a 
supervisor reported by the teachers.)
The duties and responsibilities of the supervisory 
office formed by three qualified supervisors can be 
listed as follows:
a-Inform and train the teachers in the properties 
and procedures of the supervision process, the 
objective data collection techniques to be used 
in observations, effective strategies of peer 
and self-observation and supervision,
b-To give continuous guidance and assistance to 
the teachers on these issues when needed and 
asked for,
c-To organize the rotation of teachers to collect 
and analyse data through classroom observations 
and actively involve them in the decision-making 
processes,
d-To make arrangements for demonstrations and 
model lessons by mentor teachers and/or experts
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for different groups of teachers who have 
similar needs and weaknesses, 
e-To organize workshops and seminars in order to 
meet the needs of the teachers in solving 
Xjroblems and to inform them about the latest 
issues and suggestions in EFL, 
f-To establish an unthreatening, sharing and 
caring relationship with the teachers and among 
the teachers themselves,
g-To function as a teacher counselling office when
the teachers need individual support and assistance, 
h“To determine the organizational and operational 
considerations of the educational program as 
well as the supervision process to give feedback 
and suggestions to curriculum developers and 
make necessai:'y alterations in the process 
continually through on-going assessment of outcomes, 
i-To ensure the proper and most efficient use of 
time, e^quipment (use of video and audio tapes in 
observations) and materials by the participating 
teachers.
J-To arrange incentives for ef fective and
cooperative teachers to increase the motivat ion
and eagerness of the teachers to participate and
to improve.
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6-Or^anizati on of the roles and f uncii ons of the 
supervisors wi thin the exi stinc; system:
Although being responsible for giving leadership 
and assistance to the teachers, the supervisors should be 
equal in position and have the same rights and 
privileges as the teachers. The supervisors should work 
with the teachers collaboratively towards the 
achievement of goals and objectives with a unity of 
purpose. According to Bellon and Handler (1982) the 
goals and philosopliy held by the participants are the 
most important conditions in achieving a general unity 
of purpose. Thus, if all teachers have an opportunity to 
be productively invoived or represented in the
development of goals, it is much more likely that they
will make a commitment in order to achieve the^ m. Another 
important condition reported by Bellon and Handler 
(1982) for the unity of purpose is the understanding of 
roles and responsibilities by the participants. If the 
roles and responsibilities of the supervisors, the
observer and the observed teachers are properly defined 
and clarified with the agreement of all participants, 
then individual commitment to specified roles and
responsibilities is more likely to be increased. The 
supervisory office woi:'king collaborati vely with the 
tciachers under these terms and conditions can also 
function as a communication bridge between the teacliers 
and the administrators.
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7-Determinat i on of what and how to eva]uate the 
ef f ectiveness of the imp] eniented model :
The success of the process should be measured 
through a formative evaluation system to be carried out 
by the supervisors with the involvement of all 
participants in the process, using both obtrusive 
(questionnaire's and interviews) and unobtrusive 
(review of documents and records) data collection 
techniques. A summative evaluation of the model can only 
be carried out after the model has been piloted, 
evaluated and altered according to the weaknesses and 
strengths and implemented within the system. This is a 
lengthy process which requires patience, good-will, 
flexibility and a good amount of professional ambition 
on tiie part of all participants -- teachers, 
administrators and the learnei-s as w^ ell.
The observable behavioral changes in the teachers’ 
classroom performances which improve the students’ 
learning behaviours indicate success of the model. Thus, 
observation of classroom behaviour at regular intervals, 
the contrastive study of test scores of the previous 
years and the recent ones, questionnaires carefully 
prepared and administered to the teachers and students, 
interviews and group discussions with teachers are 
suggested techniques to collect data for the assessment 
and evaluation of the supervision model.
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THE MODEL
The developed model is based on the premise that 
teachers can be valuable resources for one another and 
for the admini str-ators in making decisions and improving 
instruction. Since it is based on the collaborative 
effort of all participants towards the achievement of 
agreed upon goals, the model is called Collaborative 
Improvement Model.
In the Collaborative Improvement Model, there is a 
supervisory office preferably with three supervisors 
(the number may change according to the size of the 
educational program and the availability of resources). 
The supervisory office has a separate identity and 
interacts collaborâtively with the teachers and the 
administrators, establishing a communication link
between these two levels of the organization. The 
assessment and evaluation of the process outcomes are 
continuously carried out by the supervisory office in 
every phase of the process.
A break-down of the model into its steps is as 
follows :
1- Pre-implementation stage which is the 
orientation and training of the teachers 
and the administrators
2- Establishment of the supervisory office as a 
seperate identity within the organization
3- Arrangement of teacher rotations for peer
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observations with the administration
4- Pre-conference of the oVjserver and the 
observee teachers with the supervisor
5- Peer observations
6- Post-conference of the observer with the 
observed teacher for the analysis of data 
collected during the observation
7- Post-conference of the observer with the 
supervisor for suggestions and feedback
8- Organization of different groups of teachers 
with similar problems and needs
9- Organization of workshops and seminars 
addressing specific needs of different groups
10- Use of checklists and interviews to evaluate 
the supervisory process and to revise when 
necessary
11- Organization of a feedback cycle between the 
curriculum developers and the supervisory 
off ice
The first phase in the organizational and 
process schema of the Collaborative Improvement Model 
(see Figure 3) is the orientation program. This program 
involves the clarification of goals and procedures as 
well as the training of the teachers to become effective 
observers. The second phase is the peer observations 
where the pre-conferences of the teachers and the 
supervisors, the classroom observations and the post
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conferences of the teachers and the supervisors take 
place· The results of the peer observations allow the 
supervisory office to group teachers according to their 
needs and organize workshops and seminars which make the 
third phase of the process.
Figure 3: The organizational and process schema of 
Collaborative Improvement Model
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The fourth phase consists of giving feedback and 
suggestions to the curriculum workers as a result of the 
ongoing interaction and evaluation cycle among the 
participants in each phase. Thus, the supervisory 
process, utilizing these phases ef f ect.i vely , operates 
towards the improvement of teaching/learning.
CONCLUSION
Successful implementation of the Collaborative 
Improvement Model depends highly on the training of the 
teachers in order to identify and clarify their 
expectations, the terms and procedures, to involve them 
in the design and implementation. It is also crucial to 
make the administrators, as well as the teachers, 
believe that the implementation of such a model, with 
their involvement in every phase, may result in 
considerable change and that it is worth trying. The 
most difficult problem to be encountered will be getting 
started, regardless of the resistance and negative 
attitudes that exist about observation and the 
misconceptions and unfamiliarity with supervision. In 
time, these negative concerns should be eliminated, 
depending on the competence of the supervisors and the 
cooperation and support of the administration, which 
will eventually facilitate reliance on these people and 
on the process as helpful, beneficial, supportive and
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not evaluative, judgemental, or hostile.
It is essential that all the teachers in the 
program, not just the committee members and the
volunteers, should be given an opportunity to
participate in the supervisory process and offer input 
in its improvement and implementation, which will foster 
commitment and ensure a collaborative effort towards the 
improvement of teaching/learning.
A citation from McLaughen and Pfeifer(1988:5) best 
summarizes the whole issue:
Moving from defensiveness to trust, from a self­
sealing system to an open system of communication, 
from norms of hiding mistakes to norms of inquiry 
and risk-taking, from viewing evaluation as a pro­
forma necessity to seeing evaluation as a central 
feature of a school system’s organization, poses 
an organizational change problem of the highest 
order.
The implementation of the Collaborative 
Improvement Model offers to facilitate this change 
within the educational program at BUSEL.
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CHAPTER 5
SUMMARY, SUGGESTIONS FOR IMPLEMENTATION, AND CONCLUSIONS 
SUMMARY
This study intended to develop an instructional 
supervision model specifically for BUSEL. The study 
consisted of a literature survey and a research 
component with a questionnaire and interviews. The 
review of professional literature provided definitions, 
current models of supervision, and some concerns for 
developing a model. The analysis of the data gathered 
through the questionnaire and the interviews indicated 
the needs of teachers regarding teacher development 
programs, and their expectations of a supervisor and the 
supervisory process. Incorporating the information
from the literature review with the findings of the data 
collection led to the development of the suggested 
Collaljorative TmF>rovement Mode]. The model with 11 steps 
can be summarized as follows:
1- Pre-imp]ementation stage which is the
oiie^ ntat. ioii aiid training of the teachers 
and tlie adm i n i s t.i'ators
2“ Es t ab] i shmeiit of the supervisory office as a 
sepai*ate identity within the organization
3“ Arrangement of teaciie^ r rotations for peer 
observât, i ons i tli the administration
(·. 1
4- Pre-conference of the observer and the 
observee teachers with the supervisor
5- Peer observations
6- Post-conference of the observer with the 
observed teacher for the analysis of data 
collected during the observation
7- Post-conference of the observer with the 
supervisor for suggestions and feedback
8- Organization of different groups of teachers 
with similar problems and needs
9- Organization of workshops and seminars 
addressing specific needs of different groups
10- Use of checklists and interviews to evaluate 
the supervisory process and to revise when 
necessary
11- Organization of a feedback cycle between the
curriculum developers and the supervisory
office
As Guntermann (1987:281) suggests, ”It is
crucially important that programs accomplish what they 
promise and more important than that, promise what can 
realistically be accomplished, and meet the needs of a 
varied clientele.”
Directed to meet the needs of individual teachers, 
the Collaborative Improvement Model of Supervision
promises to be more effective than other in-service 
programs such as workshops and seminars that presume the
62
same improvement activities are suitabie for every 
teacher. Programs which let teachers grow in their own 
way and at their own pace are more effective because as 
Sergiovanni (1975) stales, teachers are human and have 
different styles and rates of learning and teaching. 
The model caters to individual teachers by determining 
their needs through the supervisory process and 
designing training activities to fit those needs.
SUGGESTIONS FOR IMPLEMENTING THE MODEL
The basis of the model is peer observation in 
order to overcome the anxiety and insec*urity felt by 
teachers in other forms of observation. Acheson and 
Gall (1988) support the idea of peer supervision when 
the goal of supervision is instructional development. 
They believe that teachers provide useful feedback and 
generally encourage instructional improvement when they 
observe one another. However, this carries the drawback 
of enhancing gossip amongst the teachers since it may 
be difficult to change the competitive attitude of some 
tecichers to one of cooperation. In order to create this 
atmosphere of cooperation, the orientation of 
participants with the process is crucial. During the 
orientation, teachers should also be trained to look for 
the strengths rather than weaknesses of other teachers, 
to make reccomendations for those teachers to share 
their abilities and their methods of handling a
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problematic situation with other teachers. In observing 
each other the teachers must seek to determine what it 
is that the other teacher does well, what makes a 
teacher effective, or wiiat alternative ways may be more 
effective. Moreover, Gebhard (1984:506) emphasizes this 
drawback of Collaborative Supervision by stating,
’Although th€? ideas of equality and sharing ideas in 
a problem solving process can be appealing, the ideal 
and the real are sometimes far apart. Not all teachers 
are willing to share equally in a symmetrical 
collaborative process . ”
One other drawback of implementation might be the 
unwillingness of the teachers to participate because of 
their loaded schedules. This could be overcome, though, 
by conscientious planning of timetables by the 
administration. Inefficiently planned timetables could 
pose important problems due to the number of
teachers and/or classes.
The implementation of the model might bring about 
unexpected drawbacks such as problems concerned with 
time, finance, organization, or it may pose
psychological and personal constraints. These drawbacks 
and constraints can be overcome if the desire for
improvement exists.
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CONCLUSION
The Collaborative Improvement Model of supervision 
is a timely process because it deals with a critical 
educational concern, the improvement of learning through 
the improvement of curriculum and instruction. The model 
proposes an ongoing, effective and systematic exchange 
of professional knowledge and interests of all the 
participants in the develoijment and implementation of a 
successful teacher training program. This model is 
developed specifically for BUSEL, reflecting the
attitudes and expectations of the teachers presently 
working in this school. However, it could serve as a 
catalyst for other Icinguage schools who share the same 
concerns about the quality of teaching/learning as well. 
It offers promise for providing an impi'oved form of 
supervision and analysis for teacher growth and
instructional effectiveness on condition that visible 
support and enthusiasm of the administrators and
teachers are existent.
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APPENDIX 1
For the attention of Zeynep Koksal 
c/o Bilkent University School of English 
Re : Research project of Oya Başaran
Dear Ms. Koksal,
I am one of the BUSEL teachers on leave for a year 
participate in the MA TEFL program at Bilkent University. to
The topic of my research project, which is directed by Dr. John 
Aydelott, is instructional supervision. My purpose is to develop 
a model of supervision based on the review of available 
literature and the feedback of teachers presently working at 
BUSEL.
I would like to ask your permission to collect data from BUSEL 
teachers and managers using a questionnaire to enable me to 
analyze their needs and suggestions for my study.
A good opportunity for this data collection would be Thursday 
morning after Dr. Aydelott's presentation on "Effective 
Teaching". I will call your office on Wednesday morning to learn 
whether or not you will give me permission.
If you would like further explanation on the objectives 
study, I would be most happy to give more details.
Thank you in advance.
of my
Yours faithfully.
Oya Basaran 
c/o MA TEFL 
Bilkent Uni.
Enc
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APPENDIX 2
BILKENT UNIVERSITY 
Oya Basaran
Dear colleagues;
1/ March/ 1990
Research and practice have proven that teachers' experiences and 
insights have an essential role in the improvement of
teaching/learning.
The following questionnaire is designed to find out your 
perceptions and ideas about observation and supervision in order 
to analyse the needs and set the goals for developing a 
supervision model to improve teaching/learning, which is the 
topic of my research project.
Please answer each question by circling the most appropriate 
item/s, or by writing in a few clear statements reflecting your 
straightforward opinions.
Thank you very much for your cooperation.
1. How long have you been teaching? 
a.0-2 years b.3-5 years c. 6 or more years
2. Which do you think is the most beneficial means of teacher 
development?
a.seminars 
d.peer observation
b.workshops 
e.supervision
c.faculty meetings 
f.other (please explain)
3. Have you ever been observed while teaching? 
a.yes b.no
If yes:
i. What was the purpose of observation?
a.evaluation b.visiting teacher
d.other (please explain)
c .supervision
ii. What was your reaction to the observation?
a.insecurity b.frustration 
d.indifference e.nervousness 
f.other (please explain)
c.intimidation
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4. What are the problems you foresee in the implementation of 
supervision in your present program?
What kind of supervisor do you think you would like to work 
with?
a.another teacher 
c.an administrator
b.a trained supervisor 
d.other (please identify)
6. What kind of help would you like to get from a supervisor?
7. What kind of in-service training program would you like to be 
implemented in your faculty in order to improve teaching/ 
learning?
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